Academia has a certain rhythm. At the same time each year, institutions welcome new students and send others into the world with freshly minted degrees. Academic developers work within these same cadences. We launch and conclude certain programs with a regular tempo. This is the circle of professional life for many academic developers.
the change laboratory as an intervention for collaborative sustainable development in higher education' explores the ways that agency emerges from 'cyclical processes' of working together with other academics. Extending the literature that focuses on the significance of an individual instructor's sense of agency, Englund and Price explain that 'developing transformative agency requires collaboration and communication opportunities among members of the teaching community and the support of an interventionist or academic developer ' (p. 202) .
Megan Anakin, Rachel Spronken-Smith, Mick Healey, and Susan Vajoczki use different language to mine similar ground in 'The contextual nature of universitywide curriculum change.' Comparing two cases of curricular change, one in Canada and the other in the UK, Anakin and her colleagues consider 'how the function and intensity of curriculum change forces varied across the lecturer, departmental, and institutional levels of social organization in each university ' (p. 208) . They find that curriculum change is a 'highly context-specific' process, and recommend that academic developers pay particular attention to the people and the pressures shaping each context. Once again, a collaborative and iterative process of analysis, reflection, and action is essential to successfully navigating the terrain of academic development.
Curriculum development at its best certainly should be an iterative practice, and Leoniek Wijngaards-de Meij and Sigrid Merx make plain the importance of the ongoing nature of this process in 'Improving curriculum alignment and achieving learning goals by making curriculum visible.' They argue that through the use of a digital curriculum-mapping tool, all stakeholders -students, teachers, and curriculum assessors -are able to clearly see the alignment (or mis-alignment) of curriculum and learning goals. Of course, 'the value of making learning trajectories visible depends on how well-structured and well-thought through this learning trajectory is in the first place' (p. 221). Wijingaards-de Meij and Merx remind us that moments of visibility are not enough; all stakeholders must engage in regular processes of analysis, reflection, and action to ensure curriculum alignment.
Communities of practice (CoPs) provide another approach to enhance teaching through both the sharing of experiences and the application of theory to practice. Melanie Brown and Catherine Peck, in 'Expanding the landscape: Developing knowledgeability through communities of practice,' note that CoPs 'benefit both institutional goals and individual academic development by facilitating opportunities for staff to develop knowledgeability across multiple learning and teaching domains that may be relevant to their work, including online, blended or technology enhanced learning' (p. 234). They argue that CoPs created purposefully by academic developers to meet pedagogical, disciplinary, and institutional goals can be just as successful as those that develop more organically and have more fluid purposes. In other words, academic developers can help to create the rhythms of reflection and action that contribute to meaningful change for individuals, programs, and institutions.
Similarly, teaching and learning grants provide opportunities for moving ideas from theory to application. Moreover, according to Janne Malfroy and Karen Willis in 'The role of institutional learning and teaching grants in developing academic capacity to engage successfully in the scholarship of teaching and learning,' these grants can be an impetus for educators to assess their practices and share them with others in scholarly communities. 'This is a reminder' note Malfroy and Willis, 'that if we want universities to value SoTL activities we need to ensure that rigorous requirements and practices are built into SoTL based projects at all stages' (p. 252). Once again, academic developers can construct programs, like learning and teaching grants, to foster iterative processes of analysis, reflection, and action, leading to positive change.
To conclude this issue's attention to cyclical rhythms in our work and to theory informing practice, Daphne Loads offers a reflective essay, 'What can academic development learn from the health humanities?' Loads invites us 'to humanise higher education' by bringing 'the diverse lenses of arts and humanities practices and knowledges' to core questions of learning and teaching (p. 258). By looking at our work through the lenses of health humanities, Loads helps us notice new patterns and potentials for academic development.
Suzanne Le-May Sheffield Centre for Learning and Teaching, Dalhousie University, Halifax, Canada
Peter Felten Center for Engaged Learning, Elon University, Elon, NC, USA pfelten@elon.edu
